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 The purpose of this research study was to analyze the teacher’s ability to utilize video 
self-reflection as a structured learning tool to enhance their teaching practice and CLASS scores. 
Research has demonstrated that teachers are better able to be self-reflective when provided with 
a framework (Calandra, Gurvitch, & Lund, 2008). Literature has documented video self-
reflection and CLASS as links for growth in children and professional development support for 
teachers (Pianta, Mashburn, Downer, Hammer, & Justice, 2008). Results from the present study 
indicated that the teachers became increasingly aware of the CLASS Toddler tool criteria 
through scoring their own behaviors, which impacted their instructional practices with children 













Chapter 1: Introduction 
Justification  
  There is a growing body of literature linking teacher quality to positive outcomes for 
young children (Barnett, 2003; Whitebook, 1989; Whitebeook, 2003). Specifically, teachers’ 
social behaviors can help shape children’s dispositions toward learning (Flook, Goldberg, Pinger, 
& Davidson, 2015). Authoritative teachers who provide both high expectations for children and 
responsive interactions support children’s exploration and development as curious and 
independent learners (Marion, 2011). Research suggests that teachers with increased education 
and experience are better able to support learners (Cowan & Goldhaber, 2015; DiCarlo, 
Baumgartner, Ota & Jenkins, 2015). As a field, the charge is to help teachers identify practices 
that support developmentally appropriate interactions with young children. Ideally, tools that 
allow teachers to assess their own interactions and behaviors can serve to keep teachers focused 
on the effects of their behaviors in the classroom. Self-reflection has been documented in the 
literature in the development of new behaviors and is the cornerstone of teacher quality 
initiatives (Brownell, Ross, Colon, & McCallum, 2005), such as the National Board for 
Professional Teaching Standards (http://www.nbpts.org/).  
Self-Reflection 
Self-reflection is an important process as it can lead to new ideas or perspectives 
(Fukkink & Tavecchio, 2010). The term self-discovery allows for personal insight into one’s 
character, motivations, or needs.  Value is placed on changed behaviors, where as an individual 
can be convinced which results to empowerment through self-discovery, allowing for changes to 
transpire. By implementing video self-reflection, teachers will benefit and feel the empowered 
   
 
 2 
which can promote self-efficacy where the teachers do not feel like they are constantly under the 
thumb of their administrative team. When the teachers are empowered, their outlook and 
behavior modeling towards educating young children should shift to promoting more positive 
child outcomes per research.  
Knowles, Holton, and Swanson (2005) created the Andragogy in Practice model to 
describe the principles of adult learning. They define adult learning “as the process of adults 
gaining knowledge and expertise” (Knowles, et al, p.157). Andragogy stipulates that there are six 
key principles that should be considered for the adult learner; the need to know, previous 
foundational knowledge, readiness, orientation to learning, motivation, and self-concept (2005). 
As adults continue through life, learning is intertwined and adult development occurs across 
multiple dimensions with learning experiences that need to be tailored to fit the different 
developmental stages of adults (Knowles, et al,). The learning experiences in a classroom need to 
be tailored to fit the students which is the reasoning behind rating instruments. Observations with 
high quality reliable and valid rating instruments can link classroom improvements to positive 
outcomes for teachers and students (Stuhlman, Hamre, Downer, & Pianta, 2015).   
There are several tools that can be used to measure quality in an early childhood setting. 
The Infant Toddler Environmental Rating Scale (ITERS) and Early Childhood Environmental 
Rating Scales (ECERS) are used to evaluate the process quality of the environment (Harms, 
Clifford, & Cryer, 2015). These tools measure interactions of children-to-adults, child-to-child, 
materials in the environment, the environmental space and schedule of the day. These tools 
assess the quality of interactions between children and adults, children with materials, and 
interactions within the space. Although the research is clear that higher scores on these measures 
lead to positive outcomes for young children (McWilliam, de Kruif, & Zulli, 2002), these tools 
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focus more on the static (materials) and structural (scheduling) qualities of classrooms and do not 
provide as much detail on teacher practices (Harms, Clifford, & Cryer). In 2005, The National 
Center for Research in Early Childhood Education (NCRECE) with a group of researchers, 
developed the Classroom Assessment Scoring System (CLASS; Pianta, La Paro, & Hamre, 
2005). This tool provides a theoretically and empirically supported a framework developed to 
improve the quality of interactions between teacher and students in early childhood education 
settings. Concurrent to the development of the CLASS tool, the nation has placed enormous 
pressures on the education systems for accountability of quality early childhood programs to 
ensure promotion of stimulating and nurturing environments (Hamre, Goffin & Kraft-Sayre, 
2009).  
Purpose 
The purpose of this research study was to analyze the teacher’s ability to utilize video 
self-reflection as a structured learning tool to enhance their teaching practice and CLASS scores. 
Research has demonstrated that teachers are better able to be self-reflective when provided with 
a framework (Calandra, Gurvitch, & Lund, 2008). Literature has documented video self-
reflection and CLASS as links for growth in children and professional development support for 
teachers (Pianta, Mashburn, Downer, Hammer, & Justice, 2008). The intervention in this study 
consisted of two tiers: Tier I, video self-reflection and Tier II, video feedback coaching. Teachers 
moved to the more intensive tier when sufficient changes to their behaviors were not observed.  
The teachers completed an interview to help researchers identify an optimum time of day 
to conduct video recordings. All participating teachers previously received an overview of the 
CLASS tool and were required to view the practice videos on the CLASS website in preparation 
for the study. In Tier I, teachers scored a 15-minute video clip. As a measure of fidelity, a trained 
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reliable CLASS observer also scored the video.  The expectation was that as teachers became 
increasingly aware of the CLASS criteria by scoring their own behaviors, their instructional 
practices with children would change and their CLASS scores would increase. If sufficient 
changes were not observed through the self-reflection only tier, the teacher moved into Tier II, 
video feedback coaching.  
During Tier II, the reliability observer conducted coaching session via internet after the 
teacher completed the self-refection. The coaching session provided feedback within the teachers 
current video, using video voiceover (Screencastomatic). This fit within the Andragogy 
framework (Knowles, Holton, & Swanson, 2005), as teachers were shown opportunities within 
their current practices to use the suggested skills. Previous research suggests that analysis of 
teacher’s own practices is effective for developing reflective abilities about practice, more so 
than other forms of training (Borko, Jacobs, Eiteljorg, & Pittman, 2008; Nagro, deBettencourt, 
Rosenberg, Carran & Weiss, 2016; Robinson & Kelley, 2007; Seidel, Sturmer, Blomberg, 
Kobarg, & Schwindt, 2011) allowing the teacher to view the video multiple times to observe her 
own interaction and hear the reliability observers’ feedback.  
Self-reflection is well documented in the literature (Durand, Hopf, & Nunnenmacher, 
2015) as a valid mechanism for change. Self-reflection can be a catalyst for change in an 
organization.   
Research Questions 
Tier I questions: 
1. Can teachers with general information (e.g., not trained to reliability) on the CLASS tool 
accurately assess their performance through video self-reflection? (teacher’s score as 
compared to reliability observers score) 
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2. Will the use of self-reflection using the CLASS tool produce a change in teacher’s 
observable behavior as evidenced by the CLASS tool? 
Tier II questions:  
1. Can teachers who have received video-feedback from a CLASS-reliable observer 
accurately assess their performance through video self-reflection? (teacher’s score as 
compared to reliability observers score)  
2.  Will the use of video-feedback from a CLASS-reliable observer using the CLASS tool 
produce a change in teacher’s observable behavior as evidenced by the CLASS tool? 
Research Design 
The purpose of the study was to determine if the use of guided self-reflection would 
improve teachers scores on CLASS. “The idea is that by seeing what practice should look like, 
teachers will be able to reflect, analyze, evaluate, develop, and improve their own skills.” (Bayat, 
2010, p. 162).  This study utilized single subject research design to measure the effects of self-
reflection on the teacher’s CLASS scores. Specifically, a multiple baseline across subjects was 
used, which allowed for interventions to be created based on individual, initial baseline data. 
This type of study allows for small populations, with which the researchers are interested, in 
solving behavior problems on an individual basis (Kazdin, 2011). Data were collected during 
each phase for a minimum of 5 data points, as recommended in the What Works Clearinghouse: 
Single-Case Design Technical Documentation (Kratochwill, Hitchcok, Horner, Levin, Odeom, 
Rindskopf, & Shadish, 2010).  
Benefits and Limitations 
The benefits of a single subject study are that individual modifications can be made to 
allow for positive behavior interventions to be implemented (Kazdin, 2011) to allow for 
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successful implementation of the CLASS tool and video self-study. Another benefit is the low 
intensity support and cost factor as this will be a more economically effective professional 
development tool rather than having coaching on site to improve instructional practices(Kazdin). 
The limitations were the teacher’s ability to utilize productive reflection. This study was limited 
to those teachers who needed immediate instructional support, scores in the sites performance 
profile, which was conducted by the states outside CLASS evaluator.  
Assumptions  
1. The quality of learning a student receives, is primarily a result of the quality of teaching. 
Therefore, reflective practice is important. 
2. The CLASS tool can be used for self-reflective assessments and be effective for teachers 
who use self-reflection to guide their teaching practices.   
Definitions  
Reflective practice is the ability to consciously and thoughtfully examine using productive 
reflection with one’s teaching practices, so as to learn and grow from the reflection 
(Zeichner & Liston, 1996). 
Productive reflection is a learning technique to process, understand, and draw on different 
perspectives to improve upon a teachers practice and experiences (Cherrington & 
Loveridge, 2014).   
Unproductive reflection lacks focus and value to their reflection of teaching practice 
(Cherrington & Loveridge, 2014). 
 Classroom Assessment Scoring System- CLASS 
Emotional Support dimension receiving a high rating using the indicators positive climate,  
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teacher sensitivity and regard for student perspective. The teacher is warm and supportive 
to children and peers. The environment possesses motivation, comfort, acceptance of 
cognitive and social challenges while allowing autonomy.  
Classroom Organization dimensions include behavior managements systems, positive  
productivity, and instructional learning formats.  
Instructional Support dimensions includes concept development, quality of feedback, and  
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Chapter 2: Literature Review 
Teacher quality has been associated in the literature with positive outcomes for young 
children (Barnett, 2003; Whitebook, 1989; 2003). The literature clearly shows one-shot 
workshops are not an effective mechanism for producing behavior change. The National Board 
of Professional Teaching Standards (NBPTS) incorporates the use of reflection to promote 
growth in teacher practices (National Board's ATLAS Boosts Teacher Prep in Louisiana through 
Video Analysis and Reflection, 2015). The NBPTS self-reflection works because teachers use 
established standards provided by NBPTS to reflect on their practice. NBPTS also requires 
candidates to use video and to reflect on video observations in consideration of these standards. 
This model fits well within the framework of Andragogy (Knowles, et al, 2005). The review of 
literature will address reflection, measures of teacher quality, and Adult Learning Theory. 
Reflection for this study refers to teaching as a holistic way of responding and meeting the needs 
of everyone in the environment. (Zeichner & Liston, 1996).  Measures of teacher quality, which 
affect student-learning gains, are strong academic backgrounds, quality of preparation, teacher 
certification, and professional development. Well-designed professional development can 
improve practice resulting in increased student achievement (Darling-Hammond, 2010).  Adult 
Learning Theory is based on Knowles research that the best learning environments utilize 
collaborative problem-based approaches to gain knowledge (Knowles, 1980, 1984). 
Reflection  
Reflective teachers examine teaching practice by asking why through self-observing and 
self-evaluate. Reflection is a term used to describe the process of thinking critically about your 
behavior (Zeichner & Liston, 1996).  In the literature, productive reflection has been described as 
is a learning technique to process, understand, and draw on different perspectives to improve 
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upon a teachers practice and experiences (Cherrington & Loveridge, 2014; Bayat, 2010; Stürmer, 
Blomberg, Kobarg, & Schwindt, 2011). In a time of shrinking budgets (Levin, 2012) and 
increased accountability (Warlop, 2016), reflection can be used as a tool to help improve teacher 
skills (Roberts, 2016). 
Reflection has been used to help teachers develop a more productive framework for best 
practice. In a study by Bayat (2010), subjects viewed videos of their teaching and reflected in a 
journal on their performance using the CLASS dimensions for their points of study. Video-
recording was a powerful tool to promote critical analysis of teaching through productive 
reflection. Productive reflection is defined as a detailed analysis which leads to analytical higher 
order thinking. The subjects in this study noticed their weaknesses and were able to work on 
solutions to improve their teaching practices. The research concluded that video-recording was a 
powerful tool to promote critical analysis of teaching through this form of reflection. The 
teachers in this study noticed their problems and were able to work on solutions to improve their 
teaching practices. The article also implies that video recording could be used on an individual 
basis for supervision of teachers and also the children, setting, antecedents, behaviors, and 
consequence planning to support teachers and children (Bayat, 2010).  
Different from Bayat, Cherrington and Loveridge (2014) found in their research that 
teachers rationalized rather than reflected. Cherrington and Loveridge discussed productive 
reflection as an individual’s openness to different perspectives, ability to integrate new methods, 
ability to make connections to their improving practice, and ability to question assumptions. In 
contrast, unproductive reflection lacks focus or analysis of practice. This study examined early 
childhood teachers individually and as teams based on their reflection, thinking patterns, and 
pedagogical strategies. This study video recorded the teachers then the teachers discussed 
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collaboratively, reviewed, rationalized, and reflected on their practices.  “These findings suggest 
that video and collective dialogue are useful professional learning tools for teachers to examine 
and improve their teaching, structural and relational challenges exist that may impact on how 
effectively such tools are used.” (Cherrington & Loveridge, 2014, p. 1). 
In research conducted by Fukkink and Tavecchio (2010), the findings were similar to 
those of Bayat in that the study showed results “boosts self-efficacy and leads to the behavior 
being displayed more frequently” (p. 47). This research study incorporated video feedback from 
a researcher that was designed to promote the subject’s professional skills. “By seeing 
themselves on video, professionals are able to improve their receptive, informative and relational 
skills.” (Fukkink & Tavecchio, 2010, p. 56). Researchers found that the feedback needed to be 
specific, as it helped pinpoint the key elements that needed to be worked on for evaluation of 
performance.  
Lamkin’s (2015) research analyzed the process of teacher’s videotaping for self-
reflection of teaching practices to improve their instruction in the classroom. One goal of this 
research was to provide teachers with opportunities to gain individualized professional learning 
by viewing their own practice instead of being told what someone saw.  This research was 
supported by previous research studies supporting the notion that engaging in reflection assists 
teachers to make the necessary changes for improvement of instructional practice (Seidel, 
Stürmer, Blomberg, Kobarg, & Schwindt, 2011).  Four of the six people in this study agreed that 
using video allowed them to generate feedback that was immediate and honest rather than 
interpreting feedback given by another person. The subjects found “video to be a valuable tool in 
professional development efforts, despite the discomfort it initially caused.” (Lamkin, p.115). 
The subjects were able to see themselves in different perspectives that “would not have been as 
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meaningful had it come in the form of feedback from another individual” (Lamkin, p.121).  
Measures of Teacher Quality 
Strong, Ward, Tucker and Hindman (2007) conducted research on the relationship 
between teacher quality and student achievement that found teacher’s instructional practices and 
behaviors resulted in higher student learning gains. The increased teacher quality has been tied to 
positive outcomes for young children in the professional literature (Darling-Hammond, 2000).   
There is a push to evaluate teacher’s skills to ensure that they are providing evidence-based 
instruction. One measure of teacher quality that is widely used is the Classroom Assessment 
Scoring System (CLASS; Pianta, La Paro, & Hamre, 2008). The CLASS measures the quality of 
the classroom interactions and instructional processes.  CLASS is organized into three domains 
to assess the interactions among children and teachers that promote children’s social and 
academic development: Emotional Support, Classroom Organization, and Instructional Support.  
Recognizing the need for accessible support, Pianta, Mashburn, Downer, Hamre, & 
Justice (2008) conducted research utilizing the CLASS tool component My Teaching Partner. 
My Teaching Partner is a coaching process for professional development that provides support 
for effective child-teacher interactions through a process using videos. Their process is broken 
down into two areas: observation and opportunities. The observations portion allows teachers to 
view effective language, instructional and social interactions between children and teachers. The 
opportunities component references the individual feedback to enhance personal teacher 
practices and interactions within the components of the CLASS instrument. The professional 
development included a consultation and allowed access to CLASS high quality videos. Every 
two weeks’ teachers video tape their own implementations of the curriculum and shared with a 
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consultant. The results showed that teachers who received coaching had more growth than 
teachers who only had access to web based materials without coaching. 
1n 2016, Early, Maxwell, Ponder, & Pan conducted research using My Teaching Partner, 
one-to-one remote coaching, an aspect of the CLASS instrument. In this research study the 
teachers sent videos of their teaching to a coach, who provided feedback in relation to the 
domains of the CLASS tool. Feedback from the coach was followed by a conference call to 
further discuss. Out of the 10 cycles, 56% of the teachers completed 8 more cycles. This study 
was conducted with a wide range of teachers which created a concluding question “are there 
ways to identify which teachers are likely to benefit most from one-on one, intensive support 
provided by MTP?” (Early, Maxwell, Ponder, & Pan, 2016, p. 69). 
The CLASS tool has been used as a framework for teacher development in several 
studies (Early, Maxwell, Ponder, & Pan, 2016; Pianta, et al., 2008) Research suggests that 
coaching from an expert practitioner produced gains in teacher behavior in comparison to 
teachers who were not provided with coaching (Pianta, et al., 2008).  
Adult Learning Theory 
 Adult learning theory, also known as andragogy, is the art and science of adult learning 
(Knowles, 1984). There are five assumptions about adult learners that differ from child learners 
(Knowles 1980; 1984): a) self-concept – adults view themselves as self-directed; b) adult learner 
experience - adults come with prior experience they draw from when learning new information; 
c) readiness to learn – learning is oriented to task in alignment with the individual’s role; d) 
orientation to learning – adults are problem-centered; e) motivation to learn – adult motivation is 
internal. The assumptions for the adult learner differ from that of the child learner; therefore, 
those teaching adults must adjust their orientation. Knowles suggested four principles that should 
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be addressed when planning instruction for adults: a) adults should be involved in the planning 
and evaluation of their instruction; b) the recognition that experience provides the basis for 
learning; c) adults are interested in topics that have immediate relevance to their job; d) adult 
learning is problem-centered, rather than adult-oriented (Kearsley, 2010). 
 Using the andragogy principles to the design of teaching educators, trainings should 
focus on involvement of the participants based on personal training requirements and situational 
characteristics (level of experience). To accommodate participants, surveys prior to trainings for 
topics of interest which empowers the participants, facilitating a take away that will more likely 
be implemented into their professional practice.  
Empowerment of teachers to be self-directing, Knowles, Holton and Swanson (2005) 
describes the need and ability for adults to be self-directing for the prevention of tension and 
rebellion in the workforce and life. The authors discuss the understanding and application of the 
andragogical models components, which if implemented for the promotion of self-direction in 
adult learners, should produce a transformation. In 2013 Chad Harnisch, a high school principal 
in Wisconsin (Knight, 2014) wanted to make his conversations following teacher observations 
more meaningful. Harnisch found the video allowed for “a more professionally rich 
conversation”. Knight suggested six guidelines for successful empowerment of video programs: 
a.) ensure psychologically safe environments; b) make participation a choice; c) focus on 
intrinsic motivation; d) establish boundaries; e) walk the talk; and f) go slow to go fast.  
Summary 
Teacher quality is of growing concern in the field of early childhood education. The field 
is turning to more teacher-directed forms of professional development, such as reflection. There 
is recognition that reflection works best when it is guided by a framework that individuals can 
   
 
 14 
use to compare their teaching practices, supported by peer discussion on expert coaching. This 
process is in alignment with adult learning theory, which states that adults need to be involved in 
the process of evaluation (reflection), consider experience (provide feedback only as needed), 
address topics that are relevant to their immediate situation (reflecting on their own teaching 
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Chapter 3: Method  
The purpose of this research study was to analyze the teacher’s ability to utilize video 
self-reflection as a structured learning tool to enhance their teaching practice as demonstrated by 
their performance on the Classroom Assessment Scoring System (CLASS; Pianta, La Paro, & 
Hamre, 2005). Research suggests that teachers are better able to be self-reflective when provided 
with a framework (Calandra, Gurvitch, & Lund, 2008). Literature has documented video-self-
reflection and CLASS as links for growth in children and professional development support for 
teachers. (Pianta, Mashburn, Downer, Hammer, & Justice, 2008). The model for the present 
study began by engaging teachers in a self-reflection process, through their scoring videotapes of 
their teaching using the CLASS tool (Tier I), then moving to an increased level of support using 
video feedback from a CLASS reliable assessor.   
Setting 
The study was conducted at a campus-based child care center that serves children from 
birth to Pre-K. The program is accredited by the National Association for the Education of 
Young Children (NAEYC, 1991) adheres to criteria set forth in the Infant/Toddler 
Environmental Rating Scale (ITERS, 2017) and the Early Childhood Environmental Rating 
Scale (ECERS, 2015), and follows a Reggio Emilia-inspired philosophy in the education and 
development of young children. The Reggio Emilia approach is based on certain fundamental 
values about how children naturally learn(Edwards, Gandini, & Forman (2012). In this approach 
children co-construct their knowledge through interactions with other people and the surrounding 
environment, which is an essential element of CLASS. The CLASS instrument evaluates 
interactions between teacher-child, rating the emotional climate and critical thinking of the 
interactions to improve learning and development.  




Inclusion criteria for the present study was based on the scores from the high stake via 
state mandated CLASS external evaluation observation. These state-mandated external 
observations had been implemented in the state for the past three years ago for all childcare and 
preschool settings. For this study, the states observations, which were conducted during the fall 
semester of the previous school year were reviewed. The teachers chosen were in the most need 
for professional development according to their CLASS scores from the external observations. 
Five female teachers were eligible for participation in this study. Teacher One was African 
American, earned a Bachelors of Science in Family and Consumer Sciences, and had 13 years of 
experience. She was currently teaching toddlers (ages 2-3 years); Teacher Two was African 
American, earned a Bachelors of Science in Family and Consumer Science, and had 7 years of 
experience. She was currently teaching young toddlers (ages 1-2 years); Teacher Three was 
African American, and earned an Associate of Applied Science in Early Childhood Education, 
and had 6 years of experience. She taught toddlers (ages 2-3 years); Teacher Four was African 
American, and earned a Bachelors of Science in Family Consumer Sciences, and had 7 years of 
experience. She taught young preschool (ages 2.5 -4 years); and Teacher Five was Caucasian, 
and earned a Bachelors of Science in Early Childhood Education with teaching certification in 
PK-3, and had 4 years of experience. She taught, preschool (ages 4-5 years). Exclusion criteria 
were teachers whose scores were high enough to produce a ceiling effect. Due to attendance and 
attrition, teachers four and five were eliminated from the study. This study received approval 
from the university’s Institutional Review Board and informed consent was obtained from 
participating teachers (see Appendix A) 
 




The Classroom Assessment Scoring System (CLASS; Pianta, La Paro, & Hamre, 2005) 
was used to measure teacher’s classroom behavior. The CLASS tool consists of three broad 
Domains Social/Emotional Support, Management/Organizational Support, and Instructional 
Support. The Domains are broken into indicators called Dimensions. The toddler CLASS tool 
consists of eight dimensions: Positive Climate, Negative Climate, Teacher Sensitivity, Regard for 
Student Perspective, Quality of Feedback, Language Modeling, Behavior Guidance, and 
Facilitation of Learning and Development (Hamre, Goffin, & Kraft-Sayre, 2009). The CLASS 
tools rating scale consists of a Likert-type scale (1-7) with 1-2 representing low quality teacher-
child interaction, 3-5 is a mid-range representing a mixture of effective interactions, and 6-7 
represents high teacher-child interactions which are consistently observed throughout the 
observation.    
The Social and Emotional Support Domain includes the interactions between the people 
in the classroom, positively or negatively. Teachers who score high in this area are responsive, 
and acknowledge children’s feelings. Teacher sensitivity includes awareness, anticipation, and 
support of children’s individual needs in the environment. This incorporates Regard for Student 
Perspective by valuing and empowering the students to make decisions and assume leadership 
roles in the classroom, while engaging in meaningful interactions.   
The Organizational and Management Supports Domain includes classroom routines, 
behavior management, productivity, and instructional learning and development format. Within 
this domain the students are aware of the daily schedule, engaged in well-designed centers, and 
have flexibility to explore, while the teacher’s implement appropriate guidance strategies.  
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The Instructional Support Domain includes concept development, language modeling and 
quality of feedback. This domain assesses teacher questioning, implementation of concepts to 
promote cognitive and language development. This domain measures the teachers’ ability to 
extend children’s conversational skills, problem solving, and thinking processes while 
connecting concepts to real world experiences.   
By utilizing video recordings for self-reflection, teachers were able to view and assess 
their own teacher-child interactions across CLASS’s multiple dimensions allowing for more 
effective reflection, learning, teaching and increased self-efficacy. This research study allowed 
teachers to progress towards their goals within a framework to achieve higher levels of 
appropriate behavior interactions within their classrooms (Stuhlman, et, al, 2015). 
Observation Procedure 
The researcher was trained to reliability on the CLASS Toddler tool. Participating 
teachers were interviewed to determine their perspective of the most stressful periods of their 
instructional day. Prior to the beginning of the study, teachers participated in an overview of the 
CLASS tool training, and were asked to review the CLASS tool and videos in the CLASS online 
library. Throughout the study, 15-minute video recordings of classrooms were collected for 
teachers to use as a mechanism for self-reflection on their teaching practice through the scoring 
of the video using the CLASS manual. Teachers were asked in each condition to score videos of 
themselves, making note of evidence to support their numeric scores. The researcher also scored 
the videos, compiling evidence to support scoring.   
Experimental Conditions 
Tier I. During Tier I, teachers were asked to score video of their teaching using the 
CLASS tool. Reliability of teacher data was calculated by comparing to the researcher’s scoring. 
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In order to determine the utility of this approach, data were collected on a weekly basis over 
several months. Data were plotted for visual analysis to determine the effects of Tier I, teacher 
self-reflection, while also tracking reliability of teacher collected data with the researcher.  
The expectation was that as teachers became increasingly aware of the CLASS criteria by 
scoring their own behaviors, their instructional practices with children would change and their 
CLASS scores would increase. If sufficient changes were not observed through the self-
reflection only phase, the teacher would move into Tier II, video coaching.  
Tier II. During Tier II, the researcher shared a voice over video from the teacher’s 
sessions, after they self-scored, to assist in the teachers understanding of the CLASS criteria and 
opportunities to use the recommended criteria.  This fits within the Andragogy framework 
(Knowles, 1984), as teachers were shown opportunities within their current practices to use the 
suggested skills. The voice-over coaching was created using Screencastomatic, a software tool 
for recording screenshots allowing visual and verbal cues to be given for areas of strengths and 
areas for improvement. This allowed the teacher to view the video multiple times to observe her 
own interaction and hear the reliability observers’ feedback. Data was plotted for visual analysis 
to determine the effects of Tier II, video voice over coaching, while also tracking reliability of 
teacher collected data with the researcher.  
Data Analysis 
 Data from this study were analyzed using visual analysis(Kazdin, 2011), using the 
researchers’ scores as the unit of analysis to determine if teachers were able to increase their 
CLASS scores through the use of self-reflection (during Tier I or Tier II).  Reliability of the 
teacher’s self-reflections were calculated in comparison to the researcher’s scores to determine if 
teacher’s accuracy in scoring the CLASS tool increase across the duration of the study 




The research questions guiding the study: 
Tier I questions: 
1. Can teachers with general information (e.g., not trained to reliability) on the CLASS tool 
accurately assess their performance through video self-reflection? (teacher’s score as 
compared to reliability observers score) 
2. Will the use of self-reflection using the CLASS tool produce a change in teacher’s 
observable behavior as evidenced by the CLASS tool? 
Tier II questions: 
3. Can teachers who have received video-feedback from a CLASS-reliable observer 
accurately assess their performance through video self-reflection? (teacher’s score as 
compared to reliability observers score) 
4. Will the use of video-feedback from a CLASS-reliable observer using the CLASS tool 
produce a change in teacher’s observable behavior as evidenced by the CLASS tool? 
Experimental Design 
A single subject research design was used to measure changes in teacher behavior as 
measured by the CLASS tool. Specifically, a multiple baseline designs was used to measure the 
impact of the intervention (Tier I or Tier II) across teachers, which was practical in this study as 
more than one teacher required interventions. Experimental control was demonstrated through 
repeated introduction of each Tier across teachers at different points in time (Kazdin, 2011). 
Single subject research is useful in a clinical setting when attempting to change or modify 
specific behaviors in an individual, as it allows for comparison of an individual’s behavior across 
different conditions (e.g., Tiers of intervention). (Cooper, Heron & Heward, 2007).  




The implementation can be time consuming and interventions may alter some behaviors 
but not others. This study was initiated with five teachers and subject drop out from the study 
resulted in limited data.  
Inter-observer Agreement 
Twenty-two percent of all observations (n=36) were dually coded by the researcher and 
an additional CLASS -certified reliability trainer. Within one-point reliability was used to 
calculate the percent agreement per dimension across all observation sessions (Cassidy, 
Hestenes, Hegde, Hestenes, & Mims, 2005). Overall reliability was 93% (range, 85-100%). 
Reliability data per Dimension were as follows: Positive Climate reliability 100% (range, 100%); 
Negative Climate reliability 100% (range, 100%); Teacher Sensitivity reliability 91% (range, 60-
100%); Regard for Child Perspective reliability 100% (range, 100%); Behavior Guidance 
reliability 91% (range, 60-100%); Facilitation of Learning reliability 95% (range, 60-100%); 










   
 
 22 
Chapter 4: Results 
 The present study sought to determine if video self-reflection could impact teacher 
practices in the early childhood classroom. Two separate interventions were applied to determine 
their effect on teacher behavior. Guiding research questions specifically sought to determine if 
1.) the use of Tier I (self-reflection using the CLASS tool) or Tier II (video-feedback from 
CLASS-reliable observer) produced a change in teacher’s ability to accurately assess their 
performance; and 2.) the use of Tier I (self-reflection using the CLASS tool) or Tier II (video-
feedback from CLASS-reliable observer) produced a change in teacher’s observable behavior as 
evidenced by the CLASS tool. 
Research Question 1: Reliability 
Research question 1 sought to determine if teachers could accurately assess their own 
performance during each Tier of the study. Tables 4.1-4.4 summarize the reliability of the 
teachers’ CLASS scores as compared to the researcher across the 8 dimensions and 2 domains of 
the CLASS Toddler tool for both Tier I (Tables 4.1 & 4.2) and Tier II (Tables 4.3 & 4.4). For 
each dimension, reliability was calculated between the teacher and the researcher using the 
formula of dividing the smaller raw score by the larger raw score to generate percentage.  Within 
each Tier, the teachers’ reliability score for the first data point was compared to reliability for the 
last data point to determine each teacher’s percentage point increase or decrease during that tier. 
Domain scores were calculated by averaging the dimension percentages for the first and last data 
point across all dimensions in that domain to determine each teacher’s overall percentage point 
increase or decrease during that tier. 
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Tier I - Tammy. In Tier I, Tammy was 100% reliable scoring the CLASS tool as 
compared to the researcher within the Dimensions of Positive Climate, Negative Climate, Regard 
for Child Perspective, Facilitation of Learning, and Quality of Feedback. In the Dimension of 
Teacher Sensitivity Tammy’s baseline reliability was 67% and increased at the end of Tier I to 
100% which demonstrates an increase of 33 percentage points. In the Dimension of Language 
Modeling Tammy’s baseline reliability was 50% and increased at the end of Tier I to 100% 
which demonstrates an increase of 50 percentage points. Domain 1: Emotional and Behavioral 
Support resulted in an overall increase of 7 percentage points (Table 4.1)  
 
Table 4.1. Domain I Table 1 reliability of teachers CLASS scores as compared to the researcher 
Note. ∆=difference 
 
and Domain 2: Engaged Support for Learning: Engaged Support for Learning resulted in an 





















1st Last ∆  1st Last ∆  1st Last ∆  1st Last ∆  1st Last ∆  1st Last ∆  
Tammy 100 100 0 100 100 0 67 100 +33 100 100 0 100 100 0 93 100 +7 
Valerie 100 67 -33 100 100 0 100 60 -40 100 50 -50 100 60 -40 100 67 -33 
Danielle 100 100 0 100 100 0 100 67 -33 100 67 -33 67 100 +33 93 87 -6 
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In Tier I Domain 1 and Domain 2 Tammy was reliable scoring the CLASS tool as compared to 
the researcher.  
Table 4.2. Domain 1 Table 2 reliability of teachers CLASS scores as compared to the researcher 
Note. ∆=difference 
Tier I - Valerie. In Tier I, Valerie was 100% reliable scoring the CLASS tool as 
compared to the researcher within the Dimension of Negative Climate. In the Dimension of 
Positive Climate, the baseline reliability was 100% and decreased at the end of the Tier to 67% 
which demonstrates a decrease of 33 percentage points. In the Dimension of Teacher Sensitivity 
Valerie’s baseline reliability was 100% and decreased at the end of Tier I to 60% which 
demonstrates a decrease of 40 percentage points. In the Dimension of Regard for Child 
Perspective Tammy’s baseline reliability was 100% and decreased at the end of Tier I to 50% 
which demonstrates a decrease of 50 percentage points.  In the Dimension of Behavior Guidance 
Valerie’s baseline reliability was 100% and decreased at the end of Tier I to 60% which 
demonstrates a decrease of 40 percentage points. In the Dimension of Facilitation of Learning 
Valerie’s baseline reliability was 80% and decreased at the end of Tier I to 50% which 
demonstrates a decrease of 30 percentage points. In the Dimension of Quality of Feedback 
Valerie’s baseline reliability was 100% and decreased at the end of Tier I to 75% which 
 
 
Tier 1 Dimension- 
Facilitate 
Dimension- 
Quality of feedback 
Dimension- 
 Language Modeling 
Domain 2- Engaged 
Support for Learning 
1st Last ∆  1st Last ∆  1st Last ∆  1st Last ∆  
Tammy 100 100 0 100 100 0 50 100 +50 83 100 +17 
Valerie 80 50 -30 100 75 -25 100 60 -40 93 70 -23 
Danielle 100 100 0 100 100 0 100 100 0 100 100 0 
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demonstrates a decrease of 25 percentage points. In the Dimension of Language Modeling 
Valarie’s baseline reliability was 100% and decreased at the end of Tier I to 60% which 
demonstrates a decrease of 40 percentage points. Domain 1: Emotional and Behavioral Support 
resulted in an overall decrease of 33 percentage points (Table 4.1) and Domain 2: Engaged 
Support for Learning: Engaged Support for Learning resulted in an overall decrease of 23 
percentage points (Table 4.2).  
Tier I - Danielle. In Tier I, Danielle was 100% reliable scoring the CLASS tool as 
compared to the researcher within the Dimensions of Positive Climate, Negative Climate, 
Facilitation of Learning, Quality of Feedback, and Language Modeling. In the Dimension of 
Teacher Sensitivity Danielle’s baseline reliability was 100% and decreased at the end of Tier I to 
67% which demonstrates a decrease of 33 percentage points. In the Dimension of Regard for 
Child Perspective Danielle’s baseline reliability was 100% and decreased at the end of Tier I to 
67% which demonstrates a decrease of 33 percentage points. In the Dimension of Behavior 
Guidance Danielle’s baseline reliability was 67% and increased at the end of Tier I to 100% 
which demonstrates an increase of 33 percentage points. Domain 1: Emotional and Behavioral 
Support resulted in an overall decrease of 6 percentage points (Table 4.1) and Domain 2: 
Engaged Support for Learning: Engaged Support for Learning remained constant with 100% 
reliability (Table 4.2). In Tier I Domain 1 and Domain 2 Danielle was reliable scoring the 
CLASS tool as compared to the researcher.  
Tier II – Tammy. In Tier II, Tammy was 100% reliable scoring the CLASS tool as 
compared to the researcher within the Dimensions of Positive Climate, Negative Climate, 
Teacher Sensitivity, Behavior Guidance, Facilitation of Learning, Quality of Feedback and 
Language Modeling. In the Dimension of Regard for Child Perspective Tammy’s baseline 
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reliability was 100% and decreased at the end of Tier II to 71% which demonstrates a decrease 
of 29 percentage points. Domain 1: Emotional and Behavioral Support resulted in an overall 
decrease of 6 percentage points (Table 4.3) and Domain 2: Engaged Support for Learning 
remained constant with 100% reliability (Table 4.4). In Tier II Domain 1 and Domain 2 Tammy 
was reliable scoring the CLASS tool as compared to the researcher.  
 





Table 4.4. Domain 2 Tier II reliability of teachers CLASS scores as compared to the researcher 



















1st Last ∆  1st Last ∆  1st Last ∆  1st Last ∆  1st Last  ∆  1st Last ∆  
Tammy 100 100 0 100 100 0 100 100 0 100 71 -29 100 100 0 100 94 -6 
Valerie 67 71 +4 100 100 0 100 100 0 67 71 +4 100 100 0 87 88 +1 
Danielle 100 100 0 100 100 0 100 100 0 67 71 +4 100 67 -33 93 88 -5 
 
Tier II Dimension- 
Facilitate 
Dimension- 
Quality of feedback 
Dimension- 
Language Modeling 
Domain 2-Engaged  
Support for Learning 
1st Last ∆  1st Last ∆  1st Last ∆  1st Last ∆  
Tammy 100 100 0 100 100 0 100 100 0 100 100 0 
Valerie 100 100 0 100 60 -40 100 100 0 100 87 -13 
Danielle 100 67 -33 100 100 0 100 100 0 100 89 -11 
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Tier II – Valerie. In Tier II, Valerie was 100% reliable scoring the CLASS tool as 
compared to the researcher within the Dimensions of Negative Climate, Teacher Sensitivity, 
Behavior Guidance, Facilitation of Learning, and Language Modeling. In the Dimension of 
Positive Climate Valerie’s baseline reliability was 67% and increased at the end of Tier II to 71% 
which demonstrates an increase of 4 percentage points. In the Dimension of Regard for Child 
Perspective Valerie’s baseline reliability was 67% and increased at the end of Tier II to 71% 
which demonstrates an increase of 4 percentage points. In the Dimension of Quality of Feedback 
Valerie’s baseline reliability was 100% and decreased at the end of Tier II to 60% which 
demonstrates a decrease of 40 percentage points. Domain 1: Emotional and Behavioral Support 
resulted in an overall increase of 1 percentage point (Table 4.3) and Domain 2: Engaged Support 
for Learning resulted in an overall decrease of 13 percentage points (Table 4.4). In Tier II 
Domain 1 and Domain 2 Valerie was reliable scoring the CLASS tool as compared to the 
researcher.  
Tier II- Danielle. In Tier II, Teacher 3, Danielle was 100% reliable scoring the CLASS 
tool as compared to the researcher within the Dimensions of Positive Climate, Negative Climate, 
Teacher Sensitivity, Quality of Feedback and Language Modeling. In the Dimension of Regard 
for Child Perspective Danielle’s baseline reliability was 67% and increased at the end of Tier II 
to 71% which demonstrates an increase of 4 percentage points. In the Dimension of Behavior 
Guidance Danielle’s baseline reliability was 100% and decreased at the end of Tier II to 67% 
which demonstrates a decrease of 33 percentage points. In the Dimension of Facilitation of 
Learning Danielle’s baseline reliability was 100% and decreased at the end of Tier II to 67% 
which demonstrates a decrease of 33 percentage points. Domain 1: Emotional and Behavioral 
Support resulted in an overall decrease of 5 percentage points (Table 4.3) and Domain 2: 
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Engaged Support for Learning resulted in an overall decrease of 11 percentage points (Table 
4.4). In Tier II Domain 1 and Domain 2 Danielle was reliable scoring the CLASS tool as 
compared to the researcher.  
Research Question 2: Change in CLASS Scores 
Research question 2 sought to determine if teachers could increase their CLASS score 
during each Tier of the study. Figures 1-6 summarize teachers’ CLASS scores as measured by 
the researcher across each dimension of the CLASS Toddler tool, with the exception of the 
Dimensions of Positive Climate and Negative Climate, as the three teachers consistently scores 
in the high range.  
Positive & Negative Climate. Tier I, Tammy had an overall average mean of 6 for 
positive climate and 1 for negative climate. Tier II, Tammy had an overall average mean of 7 for 
positive climate and 1 for negative climate. Tier I, Valerie had an overall mean of 6 for positive 
climate and 1 for negative climate. Tier II, Valerie had an overall average mean of 7 for positive 
climate and 1 for negative climate. Tier I, Danielle had an overall mean of 6 for positive climate 
and 1 for negative climate. Tier II, Danielle had an overall average mean of 6 for positive climate 
and 1 for negative climate. 
Teacher Sensitivity. Figure 1 depicts teacher’s CLASS scores within the dimension of 
Teacher Sensitivity across Tier I and Tier II.  In Tier I, Tammy’s average CLASS score was 5 
(range, 4 – 5); when Tier II intervention was applied Tammy’s average CLASS score increased 
to 6 (range  6 – 7), This represents a 1-point increase. In Tier I, Valerie’s average CLASS scores 
was 5 (range, 5 – 6); when Tier II intervention was applied Valerie’s average CLASS score 
increased 6 (range, 5 – 7). This represents a 1-point increase. In Tier I Danielle’s average 
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CLASS score was 5 (range, 5 – 6); when Tier II intervention was applied Danielle’s average 
CLASS score increased to 6 ( range,  6 – 7). This represents a 1-point increase.   
 
Figure 1. Teacher Sensitivity across Teacher 1, Teacher 2, and Teacher 3 during Tier I and Tier 
II. 
 
Regard for Child Perspective. Figure 2 depicts teacher’s CLASS scores within the 
dimension of Regard for Child Perspective across Tier I and Tier II.  In Tier I Tammy’s average 
CLASS score was 5 (range, 4 – 6); when Tier II intervention was applied Tammy’s average 
CLASS score increased to 7 (range , 6 – 7);, which demonstrates a 2-point increase.. In Tier I 
Valerie’s CLASS score was 5  (range,, 4 – 6); , when Tier II intervention was applied Valerie’s  
 
 


































average CLASS score increased to 6 (range, 5 – 7). This represents a 1-point increase. In Tier I 
Danielle’s CLASS score averaged 5 (range, 4 – 6); when Tier II intervention was applied 
Danielle’s average CLASS score increased to 7 (range, 6-7). This represents a 2-point increase.  
 
Figure 2: Regard for Child Perspective across Teacher 1, Teacher 2, and Teacher 3 during Tier I 
and Tier II. 
 
 
Behavior Guidance. Figure 3 depicts teacher’s CLASS scores within the dimension of 
Behavior Guidance across Tier I and Tier II.  In Tier I Tammy’s average CLASS score was 5 
(range, 4 – 6); when Tier II intervention was applied Tammy’s average CLASS score increased 
to 6 (range 6-7). This represents a 1-point increase.  In Tier I Valerie’s average CLASS score  
 
 
 Figure 2: Regard for Child Perspective across Teacher 1, Teacher 2, and Teacher 3 during Tier 
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was 5 ( range, 4 – 6); , when Tier II intervention was applied Valerie’s average CLASS score 
increased to 6 (range, 5 – 6). This represents a 1-point increase.   In Tier I Danielle’s average 
CLASS score was 6 (range, 4 – 6); when Tier II intervention was applied Danielle’s average 
CLASS score increased to 7 (range, 6 – 7). This represents a 1-point increase.  
 
Figure 3: Behavior Guidance across Teacher 1, Teacher 2, and Teacher 3 during Tier I and Tier 
II. 
 
Facilitation of Learning, Figure 4 depicts teacher’s CLASS scores within the dimension 
of Facilitation of Learning across Tier I and Tier II.  In Tier I Tammy’s average CLASS score 
was 5 (range, 5-6); when Tier II intervention was applied Tammy’s score increase to 6 (range, 5-
6). This represents a 1-point increase.  In Tier I Valerie’s average CLASS score was 5 ( range, 4 
– 7);  when Tier II intervention was applied Valerie’s average CLASS score increased to 6 
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(range, 5 – 6). This represents a 1-point increase.  In Tier I Danielle’s average CLASS score was 
5 (range, 5 – 6); when , Tier II intervention was applied Danielle’s average CLASS score 
increased to 6 (range, 5 – 6). This represents a 1-point increase.   
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Quality of Feedback.  Figure 5 depicts teacher’s CLASS scores within the dimension of 
Quality of Feedback across Tier I and Tier II.  In Tier I Tammy’s average CLASS score was 4 
(range, 4 -5); when Tier II intervention was applied Tammy’s average CLASS score increased to 
5 (range, 4 – 6). This represents a 1-point increase.  In Tier I Valerie’s average CLASS score was 
4 (range, 3 – 4); when Tier II intervention was applied Valerie’s average CLASS score was 4 
(range, 3 – 5). Valerie’s average CLASS score between Tier I and Tier II remained constant. In 
Tier I Danielle’s average CLASS score was 4  (range,, 3 – 6); when Tier II intervention was 
applied Danielle’s average CLASS score was 4 (range,  3 – 5). Danielle’s average CLASS score 
between Tier I and Tier II remained constant.  
Figure 5: Quality of Feedback across Teacher 1, Teacher 2, and Teacher 3 during Tier I 
and Tier II. 
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  Language Modeling.  Figure 6 depicts teacher’s CLASS scores within the dimension of 
Language Modeling across Tier I and Tier II.  In Tier I Tammy’s average CLASS score was 4 
(range, 2 – 5); when Tier II intervention was applied Tammy’s average CLASS score increased 
to 5 (range, 4 – 6). This represents a 1-point increase. In Tier I Valerie’s average CLASS score 
was 4 (range, 3 – 5); when Tier II intervention was applied Valerie’s average CLASS score was 
5 (range, 3 – 6). This represents a 1-point increase.  In Tier I Danielle’s average CLASS score 
was 5 (range, 4 – 6); when Tier II intervention was applied Danielle’s average CLASS score was 
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Chapter 5: Discussion 
The purpose of the present study was to determine if teachers could reliably engage in 
video self-reflection to increase CLASS scores, improve pedagogical practice, and the quality of 
instruction provided to young children. Data were collected on both teachers’ reliability with the 
researcher on the CLASS Toddler tool and on teacher performance across Tier I (self-reflection 
using the CLASS tool) and Tier II (video voice-over feedback from CLASS-reliable observer) 
interventions. Single subject methodology was used, as it allows for individual behaviors to be 
compared across interventions and is useful in applied settings with small populations (Kazdin, 
2011). Previous research from Bayat (2010) determined that video-recording was a powerful tool 
to promote reflection and similarly the findings from this study support video self-reflection as a 
method for improving a teachers practice.  
Video self-reflection was used in combination with the CLASS Toddler tool, as research 
has demonstrated that teachers are better able to be self-reflective when provided with a 
framework (Calandra, Gurvitch, & Lund, 2008). Findings from the present study echo the 
literature in the demonstration of the positive benefits of the use of video self-reflection with the 
CLASS tool, as they are both linked to growth in children and professional development support 
for teachers (Stuhlman, Hamre, Downer & Pianta, 201; Pianta, Mashburn, Downer, Hammer, & 
Justice, 2008). Using the CLASS instrument, theoretically and empirically, supports the 
framework to improve quality interactions between teacher and students in early childhood 
settings (Pianta, La Paro, & Hamre, 2005).  
During Tier I and Tier II, the teachers were videoed at random, in 15-minute increments 
at least once during the week, unless circumstances prohibited. The videos consisted of the 
teachers interacting with the children during breakfast, whole group, centers, or music and 
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movement.  The rationale for non-scheduled videotaping was to garner an accurate portrayal of 
the classroom as experienced by the child. Throughout the study the teachers made comments on 
the unscheduled nature of the observations. One teacher expressed her preference for non-
scheduled visits stating that although she “… was not expecting to [be videotaped] today [and 
she was] glad … because [the researcher was] able to see what I do every day”. Another teacher 
expressed a similar sentiment, remarking that, “It was not that bad. Sometimes I did roll my eyes 
when [the researcher] came in with the camera; but it was worth it. It was better not knowing 
when you were coming as I was not stressed all week knowing that I was going to be observed 
on a certain day.”, while another stated, “…when we know we are going to be observed we 
worry all week about what we are going to do.” 
 Research Question 1. Results at the end of Tier II indicated all the teachers were able to 
reliably assess their performance through video self- reflection using the CLASS framework and 
video voice-over coaching. Of the three teachers, one teacher was not reliable by the end of Tier 
I, but with video voice-over coaching in Tier II she was reliable with the researcher in her 
scoring of the CLASS Toddler tool.  The theory of andragogy recognizes that learning is 
intertwined and adult development occurs across multiple dimensions with learning experiences 
(Knowles, Holton & Swanson, 2005). In this study, the types of teaching practices and the timing 
of when to use these practices were highlighted for teachers through the voice over videos, which 
is in alignment with adult learning theory. Access to video and voiceover feedback allowed the 
teachers to reflect on interactions, curriculum implementation, peer interactions and relationships 
in the videos while matching the experience to dimensions for scoring within the CLASS 
framework (Calandra, Gurvitch, & Lund, 2008), which lead to gains in reliable scoring of the 
tool.   
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Anecdotally, the present study appeared to provide positive professional growth and 
collaboration among the participating teachers. During the video recording for Tier I, the 
researcher overheard the three teachers talking with their instructional support director about the 
video recordings. One of the comments being expressed was the teachers’ “enjoy[ment] in 
watching each other’s [videos] and talking about the videos.” Cherrington and Loveridge’s 
(2014) research suggest that, “...video and collective dialogues are useful professional learning 
tools for teachers to examine and improves their teaching, structural, and relational challenges...” 
(p. 1). As is similar to the effects of My Teaching Partner (Pianta, Mashburn, Downer, Hamre, & 
Justice,2008) a component of CLASS which recognizes the need for support. My Teaching 
Partner is a costly coaching process with two main key components observation and opportunity. 
In the present study the teachers created a similar scenario among themselves by collaborating 
among themselves to view each other’s video observations and talking with one another to 
enhance their practice and interactions with the CLASS tool .  
In Tier II, the video voice-over feedback was intended to provide support for the 
recommended criteria fitting within the Andragogy framework (Knowles, 1984), as teachers 
were shown opportunities within their current practices to use the suggested skills. Although 
video self-reflection can be viewed as professional support for exploring one’s own behaviors to 
develop possible changes, researchers caution that there may be dangers that associated with not 
having an external perspective as one could “fail to lead to an improvement in pedagogical 
practice and process quality” (Durand, Hopf, & Nunnenmacher, 2015, p. 38). The video voice-
over feedback provided teachers with an external perspective. The teachers were instructed to 
watch the video voice-over and if they had any questions or comments they could email the 
researcher for further discussion; Tier II intervention lead to an increase in performance. The 
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teachers commented on the flexibility of being able to watch the videos at home, on their break, 
or whenever they had a free moment, and on the ability to watch the videos repeatedly.  On 
teacher expressed, “I am learning more and want to continue to learn more. I see what I could 
have done here or there.” She also mentioned, “I score myself a 3 because I see where I need to 
improve... [on] scaffolding and … more small group activities”. These comments support the 
notion that the video voice-over feedback helped teachers to reflect on their practice and 
recognize where they needed to make improvements.  
Research Question 2. Results indicated that by the end of Tier II all the teachers were 
able to produce reflection (Cherrington & Loveridge, 2014); meaning the teachers scores did not 
decrease as they were able to process, understand and view perspectives that were used to 
improve their teaching practices  
Anecdotally, one teachers commented, “I have really enjoyed this [video process] 
because I know what CLASS is about and have enjoyed the [video voice-over] feedback.”. This 
study echo’s Lamkin’s (2010) research, which found that, although uncomfortable, teachers 
viewed video self-reflection to be a valuable tool in spite of discomfort.  The teachers in the 
present study commented they were uncomfortable being videoed and seeing how they looked 
on camera, but the benefits they received outweighed their discomfort.  
Consistent with previous literature (Fukkink & Tavecchio, 2010), evidence from the 
present study validated that when teachers are given explicit instructions their skills increased. 
Additionally, teacher attitudes toward behavior change appeared to have been impacted. 
Comments during Tier II, indicated that teachers were more comfortable with the process, 
“These videos have helped me feel more comfortable when people come in to observe as I would 
always be nervous before.” and were more receptive to making changes in their behavior based 
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on feedback from the researcher “...helps to see what we have done...” or “...I could have done 
that...I didn’t think of that.”   
Limitations 
The nature of the intervention could be viewed as a limitation. The threats to internal 
validity include availability and function of the technology equipment, which would prohibit 
videotaping some days. Furthermore, manpower resources necessary to consistently videotaping 
proved to be challenging and limited the ability to collect data at different times of the day; we 
were restricted to times where enough staff were available to assist. Time was also a limitation; 
teachers had difficulty finding the time to score the videotapes, as this type of professional 
development was new to them. It should be noted that there were five teachers identified at the 
beginning of the study who were selected based on their external CLASS scores. However, one 
for poor attendance and attrition due to the difficulty or discomfort of the research study.  
Clinical Implications 
 Although this research study demonstrated that video self-reflection made a positive 
impact on teachers’ reliable scoring and performance on the CLASS Toddler tool, additional 
research is warranted. Child care directors and teacher should consider the use of technology 
when planning professional development activities for teachers. Andragogy stipulates that there 
are six key principles that should be considered for the adult learner; the need to know, previous 
foundational knowledge, readiness, orientation to learning, motivation, and self-concept 
(Knowles, Holton, & Swanson, 2005).  The experiences provided to teachers within the video 
self-reflection interventions in the present study satisfied the principles of andragogy.  In times 
of budget and time constraints technological interventions that are in alignment with adult 
learning theory can provide a cost effective and less labor intensive mechanism for professional 
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development than face-to-face coaching (Levin, 2012). Recommendations for sustainability 
would include regular scheduling of videotaping, with time allotted for productive reflection Any 
number of technological tools (e.g., phone, ipad, etc.) could be used in the classroom to record a 
lesson, score themselves, email video and score to a reliable observer, followed by the observer 
emailing feedback without having to actually face-to-face coach. The timeframe used in the 
present study included 15-minutes for videoing, 15-minutes to view and take notes, followed by 
15-minutes for scoring, which was not required consecutively. This models implementation 
could include scheduled collaborative planning time monthly for discussion and brainstorming 
with team members and instructional support members. 
Future Research 
A Tier III, face-to-face coaching, to examine if face-to-face coaching could impact the 
last toddler domain. Additional research could investigate if gains made through the present 
study maintained over time. Because the study ended in Tier II, video voice-over feedback, it is 
not clear if teachers’ CLASS scores would have maintained once the video voice-over feedback 
was discontinued.  
Conclusion  
 In this study, the teachers became increasingly aware of the CLASS Toddler tool criteria 
through scoring their own behaviors, which impacted their instructional practices with children 
and led to increase reliability in scoring and increased CLASS scores. The contribution of this 
study is the demonstration of the use of video self-reflection with teachers who had no formal 
training on the CLASS Toddler tool to increase their reliability in scoring the tool and increase in 
their scores.  
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This study adds value to body of literature on the use of self-reflection, as the framework 
helped the teachers better understand the CLASS Toddler tool criteria and be evaluative about 
their adherence to the criteria.  This appeared to impact teachers’ personal value of their practice, 
self-worth and feelings, as noted by one teacher who stated that she, “… really enjoyed 
[watching the videos] and learned a lot and would like to continue.”. Furthermore, another 
teacher expressed her continual desire to learn even more after the completion of the study, “I am 
taking a [workshop on the] CLASS [tool] so I can learn more. This has prompted me to want to 
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